There still exists in the United States a debate over the proper form thai research in education should take. I understand that the same controversy also exists here in Hong Kong. The debate is over which of two general forms of research -quantitative research or qualitative research -is the proper way to do research in education. Quantitative research sometimes is called "positivism", which is the idea that all knowledge is to be determined through empirical inquiry of the sort used in the physical sciences. Positivism emphasizes the determination of fact, from which it sometimes is claimed that "the facts will speak for themselves." Qualitative research, on the other hand, emphasizes the role of interpretation in knowledge. What counts as a fact depends on interpretation, and so does what the facts mean or imply for educational practice.
In this paper I want to explain what qualitative research hopes to accomplish and why today we see research in education moving in that direction. My perspective, of course, is from the United States. I teach an introduction to qualitative research in my own university. I will discuss some of the ideas I emphasize and cite some of the sources I use in that teaching. Some critics believe there is a fundamental opposition between quantitative and qualitative research, but I will argue against that idea. Distinctions between the two kinds of research can be made, of course, but they are not in opposition. In order to show that, I will use some philosophy from John Dewey, the great American educational philosopher, who also was well-known in Asia (particularly China). I also will make some suggestions for the practice of educational research and the training of educational researchers.
In other words, I hope to settle the debate * These remarks were made in a discussion with the Faculty of Eudcation, The Chinese University of Hong Kong, May 22, 1992. They had been discussed previously with faculty and students at National Pingtung Teachers College, Pingtung, Taiwan, May 11, 1992. about which form of research is the "right way" to do educational research, I will show that the debate is misleading. Debate about the "right way" to do educational research is less about the nature of educational reality than it is about politics and influence. Richard Rorty (1982) , an American philosopher, makes the same point about the "meaning" of philosophy. '"Such disputes," he says, ... become dangerous when one side or the other wants to say that the material taught by the other side shouldn't be taught at all,,..
[This view is] dangerous, for it can actually result in colleges and universities not having people on the faculty who can explain certain [ideas] to interested students, (p. 225) So we have to take the question about the opposition between quantitative and qualitative research seriously and find a way to resolve the conflict.
History of Educational Research
In the United States we have conducted quantitative research in education for nearly a century now. If the hope for that kind of research had been realized, we would not today have the challenge from qualitative research. This is not just my opinion. Even some supporters of quantitative research agree with it. John K. Smith, an educational sociologist, makes the point in two influential articles:
If quantitative research in the social areas had achieved an intellectual and material mastery of its subject matter similar to that of the physical sciences, then there would probably be no concern over competing approaches. Since this is not the case and is unlikely to be so in the near future, we must face up to the issue. (Smith, 1983, p. 13 In the first edition (1941) of the Encyclopedia, there is, .of course, no discussion of "qualitative research." The conception was not current then. But, more importantly, neither is there any discussion of "research" or "research methods". In other words, fifty years ago the emphasis was not on describing a right way to do research or on the techniques for doing it. Instead, the reader was instructed to consider the relationship between "Research and Philosophy" and "Philosophy of Science". The statement was made that the scientific investigation of education should not overlook the important role played in educational research by factors such as standards and assumptions, that is, values. Until a "should" question is settled by philosophy, the Encyclopedia says, the educational researcher has no "problem" to deal with.
It was not until the third edition of the Encyclopedia, in 1960, that a discussion of "Research Methods" was given for the first time. It is an extensive discussion of methods. Even so, some criticisms were raised about the way in which educational research was going at the time -in 1960; too little attention is given to the individual; education is more complex than single variable studies show; there is too little consideration of the "less tangible aspects" of education; and educational research is being conducted with inadequate theory. These are qualitative concerns. The point is also repeated (from 1941) that "scientific research needs a philosophical and historical orientation, that is, an attention to "goodness," "worth", and the "value" of facts.
Nevetheless, the fourth edition of the Encyclopedia (1969) is unapologetic for disengaging educational research from practice. The reader now is told that it is not the purpose of science to improve the world (i.e. education), though it may in fact do so. Science is not engineering; its task, rather, is to explain. Moreover, scientific research aims not to describe singular events, but to seek laws or generalizations; general statements of regularity are the essence of science, This sets the tone for the fifth edition of the Encyclopedia (1982), the most recent so far, which multiplies and divides "methods" in so many ways that the edition had to be published in four volumes. Still there is no discussion of "qualitative research." (There is an article on "Qualitative Curriculum Evaluation.") Nevertheless, a distinction is made between "conventional" and "enlightened" views of educational research. The former focuses research on its own problems; the latter takes the problems of education to be more important. The 1982 article again repeats what was said in 1941, that an "enlightened" view of research understands that "meaning depends on a context of inquiry," so that "'the justification of scientific utility is as important an issue as the verification of scientific claims" (my emphasis).
What is to be made of this history? One thing is that although the term "qualitative research" still has not shown up in the Encyclopedia (one hopes it will appear in the sixth edition), the issues of concern to qualitative researchers -values, context, study of individuals, judgement -have been there from the beginning and still remain. The plea is made again and again that educational research, should be conducted within the parameters of philosophical and theoretical concerns. Nevertheless, the drift of educational research over the last 50 years has been toward more and more emphasis on method and on "abstract" studies. This is what qualitative research wants to change. The philosopher Richard Rorty (1982) makes the point particularly well: he noted that the move toward interpretative social science (by which we mean qualitative research) is a reaction against social policies based on research that are "so thin as barely to count as 'moral' at all" (jp. 196).
John Dewey's Idea of the Qualitative
I turn now to John Dewey's philosophy and ideas about research (which he calls "inquiry") in order to explain what is meant by "qualitative" and to show how quantitative and qualitative research can work together -that is, they are not opposed. Dewey was a foremost American philosopher, He lived between 1859 and 1952 and had'. something important to say on nearly every conceivable cultural subject, particularly democracy and education (see Dewey, 1916a) . I am comfortable talking about Dewey's thought particularly to a Chinese audience. He spent two years (1919) (1920) (1921) lecturing in China; some of those lectures were published in a book titled Types of Thinking (1984) , Several of his doctoral students at Columbia University became influential leaders in China. One of them was Hu Shih, who promoted the "New Cultural Movement" in China after the revolution of 1911.
The ingredients for Dewey's views about the qualitative and about research are not just logical and epistemological. The metaphysical basis of his views is contained in Experience and Nature (1929) , while the relation of life to art, which seems to express the idea of the qualitative most thoroughly, is found in Art as Experience (1934) . A general sketch of what Dewey means by "Qualitative Thought" is given in an article by that title, published in 1930. Also available is Logic: The Theory of Inquiry (1938) , which, as the title suggests, explains Dewey's ideas about the conduct of research. I will use these sources freely and (here) with minimal citation.
According to Dewey, the "qualitative" refers to life or living itself. All inquiry arises out of actual, or qualitative, life. (Dewey usually speaks of inquiry or thinking, rather than research. He says in Democracy and Education that "all thinking is research." 1 use the three terms interchangeably.) The qualitative is the environment in which humans are directly involved. It is the "use and enjoyment of the objects, activities and products, material and [ideal], of the world in which individuals live." The qualitative thus relates to "concern or interest," which, we have seen, implies value. Consequently, notwithstanding what positivists might say, values are implicated in all research.
Inquiry is set in motion when something is in doubt about interests or values. Otherwise, use and enjoyment is direct and sufficient; anything not doubtful or problematic simply should be enjoyed. But when a problem arises, a different response is required. (We will see that the idea of problem is central to all research.) Inquiry, or research, is necessary to determine how to respond to the problem. The aim of inquiry is to formulate an idea or a plan to remove doubt. It thus mediates between a disrupted and a reconstructed experience -between a problem and a realized aim. It seeks to develop "possibilities" (or suggestions or hypotheses) for the conduct of life.
According to Dewey, we are assisted in that formulation not by methods or rules that have been handed over directly from other experience (though these should be considered as possibilities), but by forms of inquiry that are developed within experience itself with the aim of understanding it more clearly and responding to it more intelligently. One cannot say prior to experience what forms of inquiry will be more useful than others. That will depend on the assistance any form of inquiry can give in formulating or organizing experience.
Dcwey thus docs not take a side in such debates as that between quantitative and qualitative research (or between theory vs. practice or science vs. art). Dewey resists dualistic -either/or-thinking. Each side represents a legitimate concern in a broader conception of inquiry. What is at issue, according to Dewey, is that there is no need for or good to come from forcing all research into a single mold. Speaking about practical vs. theoretical inquiry, Dewey makes a comment that applies as well to the quantitative vs. qualitative debate:
Educators ... should not try to force one pattern and model upon all... The aim of education should be to secure a balanced interaction of the two types of mental attitude, having sufficient regard to the deposition of the individual not to hamper and cripple whatever powers are naturally strong in him.
The narrowness of individuals of strong concrete bent needs to be liberalized. Every opportunity that occurs within practical activities for developing curiosity and susceptibility to intellectual problems should be seized.... As regards the smaller number of those who have a taste for abstract, purely intellectual topics, pains should be taken to multiply opportunities for the application of ideas, for translating symbolic truths into terms of everyday and social life. (Dewey, 1933, pp. 228-229) The Scene Today
In spite of Dewey's caution, some recent commentators maintain a dualism-either/or--between quantitative and qualitative research. A typical view is expressed by John K. Smith, an educational sociologist who I have quoted earlier Smith (and his coauthor, Lous Heshusius, 1986) argue that "the claim of compatibility and the call for cooperation between quantitative and qualitative inquiry cannot be sustained"; indeed, such claims "have the unfortunate affect of closing down an important conversation" -about objectivity, values, practical application -crucial to understanding how researchers do their work. The interpretation is an extension of an earlier paper bv Smith (1983) . Quantitative and qualitative research, according to Smith and his coauthor (1986) , come "close to speaking different languages -a neutral scientific or value-free language versus a valueladen language of everyday discourse" (p. 11). Consequently, according to Smith, These positions do not seem to be compatible given our present state of thinking.... At the present time the actual divisions are more notable than the possibilities for unification (Smith, 1983, p.12) . The claim of compatibility, let alone one of synthesis, cannot be sustained (Smith & Heshusius, 1986, p.4) . The problem with this view is that Smith simply repeats the dichotomies he finds in others. Perhaps this is no surprise. Smith is a sociologist, not a philosopher; he reports what he finds in experience rather than broadening the ideas to encompass other views. Smith realizes that the debate between quantitative and qualitative research is between two different "world views" -between realism and idealism, but he fails to consider that still other philosophical views, such as Dewey's, are not built on either side of the debate. Smith's use of the phrase "closing down the conversation" is ironic. He believes that in order to keep alive discussion about different research approaches, such as quantitative and qualitative research, one must maintain the separation. But the idea of "keeping conversation going" is borrowed from the philosopher Richard Rorty (1979) , who coined it as a description for philosophical work that rejects duaiistic thinking and any attempt to reduce discussion to discovering "real" or "true" essences, in this sense, Rorty is a follower of Dewey; neither of them would accept the idea that preserving a dualism is the way to keep a conversation going.
Part of the controversy has to do with the meaning of "science". There is a tendency to equate quantitative research with positivism, and to see those as "scientific", while qualitative research is not •thought to be scientific. This too is mistaken, (Recall 'that earlier I claimed this to be a political, not an epistemological, argument.) One commentator says, A positivist, [as] positivist, is not committed to any particular research design. There is nothing in the doctrines of positivism that necessitates a love of statistics or a distaste for case studies. (Phillips, 1983 , p.8) "Science" and "scientific method" have many meanings, even for Dewey -intelligence, reflective thinking, experimental method, even "inquiry" itself :-but in genera! his view is that Science signifies ... the existence of systematic methods of inquiry, which, when they are brought to bear on a range of facts, enable us to understand them better and to control them more intelligently, less haphazardly, and with less routine. (Dewey, 1929, pp. 8-9) . By that criteria, what today we call qualitative research may be as scientific as any other study. Some quantitative study may be so badly formulated as not to count at all as "scientific". On the other hand, qualitative research, if carefully •done, may be a better example of scientific inquiry. (See Scrivra, 1966) .
Return to Dewey
A common misconception has to do with confusing numbers -or, really, measurement -•with science itself. Because quantitative research enrploys numbers, it is thought to be more scientific than qualitative research. Numbers are symbols; we •ipay forget that they are a means to an end. There is, in fact, such a thing as qualitative measurement. it-'Big" and "little", "near" and "far", "light" and "heavy" are examples; they suffice for much of the :; trasiness of living itself. But if the need is to translate fhese notions into something else, as means to ends, for greater control and translation of ideas, numbers ftnd other logical symbols enable us to do so, |i-f : Dewey says that unlike the qualitative, which Has "pretty direct existential application," scientific Inquiry seeks significance and meaning through the f systematic relations of coherence and consistency fiffone thing] with.... another. "The goal of science, |H fact, depends upon ''elimination of the qualitative :is such and upon reduction to non-quaiitative formulation." Further, Dewey says, no science is fcmplete unless its processes and results are stated in numerical form. But, again, this is a means to an end. Science disregards the qualitative in order to bring things into a homeogeneous scheme so they can be translated or converted into one another. The value of stating matters in an abstract measure, rather than in qualitative terms, is that "the latter ... is restricted arid the former [is] generalized," I,t does not follow that science always is "the best way of thinking an affair"; "it is just an intensified form of knowing in which are written, large the essential characters of any knowing." (See John Dewey, Quest for Certainty, 1929, especially chapter 6; and Logic: The Theory of Inquiry, 1938, chapter 20.) Neither is this to say that science (or the •quantitative) is opposed to the qualitative, but only that it has its own work to do. The function of science is to construct "ideas" for the conduct of life; they are "statements not of what is or has been but of acts to be performed-"" Science is helped in this task by quantification, logical form, rules and procedure, and the like. This is why we say that science is "abstract," for all ideas are "abstracts" from experience. For Dewey, the construction of ideas (or hypotheses) is "the positive phase of abstraction". But the worth of science always is to get back to experience, back, to the qualitative; its ultimate aim. is to "re-qualify" experience through inquiry. Dewey says, "science .... is not a final thing. The final thing is appreciation and use of things of direct experience.
Another distinction needs to be made. Dewey uses the term "qualitative" to refer to direct involvement in experience or life itself. He also maintains that inquiry (or science, or research) is different from qualitative experience. Yet the phrase we use today, "qualitative research," is not a contradiction. What we mean to suggest is that systematic and disciplined inquiry can be conducted into the qualitative experience. While it may not use mathematics, it will employ other logical forms in the interpretation of the meaning, or the significance (value), of experience. In other words, as a. form of research, the qualitative aims to do more than just describe or "relive" experience. We want to "know" it better -for some qualitative use, of course.
Dewey believes that unless qualities are considered, inquiry will be isolated and mechanical Experiences are wholes and must be treated as wholes. He says, "AH thought in every subject begins with an unanalyzed whole." Only when a distinction is made of some element in the total situation, or "complex whole", is an "object" thus defined for inquiry. But even then the significance or meaning of the object for inquiry is controlled by continued reference to the total, or whole, situation. Obvious examples come to mind in the arts (see An as Experience). A painting or a symphony is not a collection of objects or instances, but a whole in which the elements have meaning only in relation to each other and to the whole itself. The whole determines what distinctions may be useful.
A more common example is the "feeling" of anger. {Dewey says that feeling is the psychological equivalent of qualitativeness. See Sherman, 1985) . Anger designates not a "ready-made independent psychical entity," or even the direct presence of quality, but a pervading tone, color, and quality of ... a situation. When angry, we are not aware of anger but of these objects in their immediate and unique qualities. In another situation, anger may appear as a distinct term, and analysis may then call it a feeling or emotion. But we have now shifted the universe of discourse, and the validity of the terms of the latter one depends upon the existence of the direct quality of the whole in a former one. (Dewey, 1930, pp. 182-183) . This implies also that judgement is necessary in the conception of qualitative inquiry. I do not mean moral judgment, though of course all ideas to be acted on will have moral consequences. But here I (any Dewey) speak of appraisals of how inquiry moves toward a conclusion. Dewey speaks about "final judgment" as a "warranted assertion", or the outcome of inquiry. It is the end or outcome of the inquiry at hand and should move us to action. Thus, final judgment has direct existential import. But "final" does not mean settled for all time. It is the end only in the situation that motivated the inquiry.
Equally important is the idea that judgment is ongoing; "intermediate judgments" are estimates., evaluations, and appraisals of what to do at any next step of inquiry. (Here we have a distinctive characteristic of qualitative inquiry, which requires the direction of research to be appraised continually through reflective thought, rather than following or applying a formula to the conduct of research). Judgment keeps inquiry moving toward a conclusion. Further, Dewey suggests that judgment also is "appreciation", a constituent of valued judgment. Having been motived to research by some concern for value, inquiry, if we are sincere and consistent, terminates in action. Something is done in behalf of our interests and values. Experience is re-qualified; it now functions satisfactorily as a whole.
A Summary
We now are in a position to summarize (with the help of Dewey) some things about qualitative research. The qualitative is found in direct (not disengaged or abstracted) experience. It refers to experience as a direct value. Experience itself is "bounded"; it is not just anything or everything in the world, but is a context. (Dewey calls this a "situation".) What is not part of the context of inquiry may serve as background. When the meaning or significance of experience is "doubtful" in some way, is unclear or at risk, we turn to inquiry or research as a formal means for restoring its continuity or sense of wholeness. All this implies that inquiry is value laden; it is motivated by a concern for value and contributes to settling or restoring value. Finally, the idea of a problem is central in research. It is the focus for inquiry, the thing to be settled and the test for any settlement of the issue. "The problem" unifies theory and practice. Where inquiry is motivated by a problem, there is no question about the relevance of its productknowledge or theory -to practice.
Knowledge and Morality
Two more points and I will be finished with my direct discussion of Dewey's ideas. Remember that we are trying to use his views to get a better understanding of the idea of qualitative research. A writer of an introduction to a recent republication of Dewey's Quest for Certainty makes it clear that the book is an attempt to move away from a detached view [of scientific research] --as symbolized by [Werner] Heisenberg's indeterrninancy principle ... The idea that we interact with (and modify) the behavior of the natural systems we study, is a commonplace throughout the natural sciences and technology. (Toulmin, 1984, p. xvi) It is fair to say that, this is an aim -indeed, perhaps the basis -for qualitative research in the social sciences.
The philosopher Richard Rorty (1982) , following Dewey, recommends that the social sciences should return to the use of narratives (which many, if not all, forms of qualitative research do), for they are instruments for "coping with things" rather than revealing "essences" or intrinsic nature. The aim of research, of course, is to understand things better. But "understanding" is ambiguous. It can mean "explanation" or "interpretation". Rorty believes that we seek explanation when we want to predict and control. But if our aim is to interact with each other, rather than control, social scientists need to act as interpreters, so we can converse more effectively. This, it turns out, is the same expectation we have for poets and other artists (including teachers, I should say). Literature and science come together. Rorty says, If we get rid of traditional notions of "objectivity" and scientific methods" we shall be able to see the social sciences as continuous with literature -as interpreting other people to us, and thus enlarging and deepening our sense of community ... When the notion of knowledge as representation goes, then the notion of inquiry as split into discrete sectors with discrete subject matters goes. The lines between novels, newspaper articles, and sociological research get blurred. The lines between subject matters are drawn by reference to practical concerns rather than putative ontological status, (p. 203).
Surely this is what Dewey had in mind with his idea of qualitative inquiry. "Poetry", he said, "is a more competent organ of suggesting [experience] than scientific prose." But the difference between art and science is not intrinsic.
It is not because of self-obvious and selfcontained traits of the immediate terras that Dante's world belongs to poetry and Newton's to scientifc astronomy ... The difference in status and claim is made by what we call experience: by the place of the two systems in experience with respect to their generation and consequence. (Dewey, 1916b, p.63) . Rather, the difference between art and science, and between qualitative and quantitative research is found in aim and method and moral consequence. Rorty (1982) interprets Dewey's approach as a "middle ground" which inspired the social sciences in America before the failure of nerve which turned them 'behavioral'" (p.206). Qualitative research aims for the middle and moral ground.
Practical Implications
Certain practical implications from these ideas come to mind. How do we know whether a quantitative or a qualitative study is called for? The only way to know is by reference to the problem (See Shulman, 1981) . What is the problem; how is it stated? An experimental study ("which of two procedures will lead to greater reading achievement?") requires a form and method of study different from history ("how did phonics instruction come into the curriculum?"). Similarly, which of several qualitative methods should one use to study the effects of teaching by questioning? In the same way that there are different methods for quantitative study -experimental, correlational, survey •• -there are different methods for qualitative research.
In other words, all qualitative research is not the same. A colleague and I (Sherman & Webb, 1988) have elaborated in a book nearly a dozen distinctive qualitative methods -philosophy, history, ethnography, grounded theory, curriculum criticism, and so on -and we will add others in a second edition. Evelyn Jacob (1988) discusses five different qualitative "traditions." So the answer, again, depends on the problem and how it is stated. This is to say that, right at the beginning, in the formulation of the problem, qualitative research requires judgment. Method is not simply a technical choice; it implies value as well. Consequently, the advice of one researcher (Shulman, 1981) is that researchers should avoid becoming "slavishly committed to some particular method." He quotes the English/American philosopher Alfred North Whitehead, that "some of the major disasters of mankind have been produced by the narrowness of men with a good methodology." This researcher (Shulman, 1981) advises that students should become skilled in at least two forms of research methodology, should be aware of the variety of methods that can be used in educational research, and should not limit their education to just methodology, but rather should understand the philosophical issues that support it.
Another philosopher (Soltis, 1984) warns that researchers should not get drawn into battles over what is the "right way" to do educational research.
If there is a debate about whether or not educational research should be empirical, interpretative, or critical/normative, it probably demonstrates that each of these concerns is important to educational research. Consequently, the advice of this philospher also is that, though not every researcher can do each and all of these things, it is in the interest of everyone that they "get done and done well," Researchers should try to understand what others are doing, and should be reasonable and fair in judging their claims, rather than superimposing their own methodological biases on the worth of other research.
One of the things I have students do is read and evaluate a doctoral dissertation done by an earlier student in the college. They are not required to read a dissertation done with a qualitative methodology. If they do, they have to evaluate it according to, among other things, the specific qualitative method that is employed and the qualitative characteristics I have talked about in this paper. But I am just as happy if they choose to evaluate a quantitative methodology, for it enables me to say that even those can be judged for their "qualitativeness." I make the point that every study, no matter what research method it generally may use, should have a clear statement of the problem (in the world) it seeks to resolve; should show the importance or urgency of that problem; and should, in its conclusion, propose a resolution of that problem. All of these have to do with value.
In addition, if the study has a "review of literature," it should develop a (historical) sense of what has been tried to now in an attempt to r.esolve the problem and what remains to be done, which becomes the focus and purpose of the study at hand. These are all qualitative concerns. But more, even a quantitative study can be said to have (or not have) a sense or measure of quality. Dewey has said that even, science has its own qualitative character. When all is said and done, how any study stands up to an evaluation of its pertinence and competence is an indication of its quality.
Finally, quantitative and qualitative studies come together in yet another way. We have seen Dewey say that research (inquiry, thinking) is motivated when existing ways of life are in doubt or jeopardy. (Otherwise, we simply live and enjoy). Inquiry aims to develop a new idea (or possibility or hypothesis) for conduct. If what we know in education is adequate and will serve for action, then new ideas are not necessary. But if something else is needed, qualitative research, it seems to me, aims to develop new ideas from the ground up (rather than simply implementing ideas already at hand).
And there is another side to it. Once new ideas -new conceptions, new insights -are formulated through qualitative research, they become hypotheses that can be tested quantitatively for wider application. In other words, qualitative and quantitative research work together. I hope I have shown that this view is more useful than the one that keeps the two types of research apart and in opposition to each other.
